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ABSTRACT 

This study explored the effects of a model of social skills 
training on 4- to 5-year-old children with low peer acceptance. The 
cognitive-social learning model aims to improve children’s social behaviors 
through teaching effective cognitive social strategies and providing 
opportunities for children to practice social behaviors and monitor them 
within a certain social context. Using three assessment methods--peer 
nomination, peer rating, - and teacher’s observation — 34 children with low peer 
acceptance were selected for the study. Two groups — the social skills 
training condition and the teacher-attention condition — were formed based on 
random assignment. Children in the social skills training condition 
participated in the intervention, and children in the teacher-attention 
condition were given attention but not training. After the social skills 
training was completed, children’s cognitive social strategies were assessed 
by observing their responses to certain social situations. Research findings 
indicated that children in the social skills training condition showed a 
significant improvement in maintaining positive play relationships with 
peers. In general, a significant correlation coefficient between social 
cognition’ and social behaviors was not obtained after the training. (Contains 
29 references.) (Author) 
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Abstract 



Research Purpose and Questions 



This Study explored the effects of a 
cognitive-social learning model of so- 
cial skills training on 4- to 5-year-old 
children with low peer acceptance. The 
cognitive-social learning model of so- 
cial skills training aims to improve 
children’s social behaviors through 
teaching effective cognitive social 
strategies and providing opportunities 
for children to practice social behav- 
iors and monitor their social behaviors 
within a certain social context. Using 
three assessment methods — peer nomi- 
nation, peer rating, and teacher’s ob- 
servation — 34 children with low peer 
acceptance were selected for the study. 
Two groups — the social skills training 
condition and the teacher-attention 
condition — were formed based on ran- 
dom assignment. Children in the social 
skills training condition participated in 
the intervention, and children in the 
teacher-attention condition were given 
attention but not training. After the 
social skills training was completed, 
children’s cognitive social strategies 
were assessed by observing their re- 
sponses to certain social situations. 
Research findings indicated that chil- 
dren in the social skills training condi- 
tion showed a significant improvement 
in maintaining positive play relation- 
ships with peers. In general, a signifi- 
cant correlation coefficient between 
social cognition and social behaviors 
was not obtained after the training. 



This study explored the effects of a cognitive-social learning model of 
social skills training on 4- to 5-year-old children with low peer accep- 
tance. A primary purpose of this study was to investigate whether or not 
a social skills training based on the cognitive-social learning model could 
enhance the social behaviors of children who have low peer acceptance. 

To carry out the purposes of the study, the following research questions 
were examined; 

1 . Do children show a significant improvement in their social cognition 
after participating in social skills training based on the cognitive- 
social learning model? 

2. Do children show a significant increase in using the targeted social 
goals and skills when they interact with their peers after participating 
in social skills training based on the cognitive-social learning model? 

3. What are the relationships between children’s social cognition and 
social behaviors? 



Theoretical Framework 

A number of studies have supported the important influence of peer 
acceptance on the development and life adjustment of children. Peer 
acceptance is defined as the degree to which an individual child is liked 
or disliked by the members of his or her social group (Asher, Parker, & 
Walker, 1996; Bukowski &Hoza, 1989; Ladd, 1988). According to 
research findings, children who have low peer acceptance show low 
academic achievement (DeRosier, Kupersmidt, & Patterson, 1994; 

Pettit, Clawson, Dodge, & Bates, 1996; Wentzel, 1991), report feelings 
of loneliness (Cassidy & Asher, 1992; Ladd, Kochenderfer, & Coleman, 
1997; Kochenderfer & Ladd, 1996; Parkhurst & Asher, 1992), and show 
life adjustment problems later on in adulthood (Parker & Asher, 1987). 
Thus, establishing and maintaining relationships with other children is 
often of the utmost importance during early childhood (Hartup, 1992). 
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As a way of helping children become socially compe- 
tent, social skills training programs have been used 
for children with low peer acceptance to teach 
prosocial skills (Bierman & Furman, 1984). An 
underlying premise in a social skills training program 
is that children who have low peer acceptance do not 
have the social skills required to develop and maintain 
positive peer relationships (Asher & Renshavv, 1981; 
Coie, Dodge, & Kupersmidt, 1990; Hughes & Cavell, 
1995; Ladd, Price, & Hart, 1988). According to this 
premise, if children have an opportunity to learn the 
appropriate social skills, they can improve their peer 
relationships and increase their level of adjustments 
(Furman & Gavin, 1989). 

In addition, competent social behavior appears to 
depend on social-cognitive abilities such as interpret- 
ing social cues in constructive ways, knowing about 
socially approved social goals and strategies, and 
providing socially appropriate solutions to social 
situations (Mize, 1995). Children’s ability to translate 
their social knowledge into action is especially 
important in executing successful social behaviors 
(Mize, 1995). 

Thus, in the present study, the cognitive-social 
learning model was used to provide children with an 
opportunity to learn the concept of appropriate social 
goals and strategies, practice the learned social 
knowledge in a social situation, and monitor or 
evaluate their social behaviors (Ladd & Mize, 1983; 
Mize, 1995). 

As target social behaviors, two social goals (entering 
an ongoing play group and maintaining positive play 
relationships) and three social skills (comments, sug- 
gestions, and nonverbal social skills) were used in the 
present study. Social goals and skills are two distinct 
components of social competence. Social goals are 
defined as personal goals that people want to achieve 
during interaction with other people or in a certain 
social situation. Social skills are defined as means to 
achieve social goals (Renshaw & Asher, 1983). 

Data Collection and Methodology 

As a part of the project examining the link between 
social skills training and cognitive and behavioral 
changes in children, data were collected from pre- 



kindergarten children enrolled at Thomas-Roque 
Child and Family Development Center. As a Head 
Start program, this center predominantly serves 
families of low socioeconomic status. All the children 
at the center, except one, were African American. 

To select the subjects, all the children who had 
parental permission to participate in the research 
were assessed. For this study, children’s peer accep- 
tance was measured by two assessment procedures. 
First, sociometric assessments were conducted by 
having each child select three classmates with whom 
they would or would not like to play. Then the 
children were asked to rate their participating class- 
mates according to degrees of liking. In the second 
assessment, classroom teachers were asked to 
observe children and complete the teacher’s social 
skills rating form (Mize, 1984; revised with permis- 
sion, 1 999) for each participant. Thirty-four children 
who have low peer acceptance were identified as 
subjects. They were paired, then each pair of chil- 
dren was randomly assigned to either the social skills 
training condition or the teacher-attention condition. 

To assess children’s cognitive-social strategies and 
overt social behaviors, the enactive social knowledge 
interview (Mize, 1984; revised with permission, 1999) 
and social skills behavior observation form (Mize, 
1984; revised with permission, 1999) were used, 
respectively. The interview is intended to assess 
social strategies that children would use in certain 
hypothetical situations. Using the revised enactive 
social knowledge interview form, children with low 
peer acceptance from both groups participating in this 
study were interviewed individually to explore their 
conceptions of appropriate social strategies in certain 
hypothetical situations. 

Children with low peer acceptance scores who 
participated in this study were observed in their 
classroom by two trained graduate students who 
were unaware of the children’s peer acceptance 
status or assignment to the two conditions. The social 
skills behavior observation form (Mize, 1984; revised 
with permission, 1999) was used to record social 
behaviors in a play context. 

For the social skills training condition, a total of five 
social skills training sessions were administered by 
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the researcher. The training program consisted of 
three components — instruction for concept learning, 
practicing skills performance through guided re- 
hearsal, and fostering skill generalization through self- 
directed rehearsal. All stories that were used in the 
intervention consisted of scripts — a series of events 
occurring in certain situations such as a child’s inap- 
propriate social behaviors, a conflict situation caused 
by the child’s inappropriate social behaviors, a way to 
solve the conflict, and the consequences of its resolution. 

For each session, three social skills (comments, 
suggestions, and nonverbal social skills) were intro- 
duced to the children through each of the five 
hypothetical situations. In the first session, children 
learned how they could join an ongoing play group. In 
the second session, the children learned how they 
could initiate new ideas or activities. In the third 
session, the children learned how they could express 
a positive attitude or caring toward peers. In the 
fourth session, the children learned how they could 
share toys or materials. In the fifth session, the 
children learned how they could solve a conflict 
situation. The first session was designed to help chil- 
dren “initiate” positive social interactions with peers. 
The other sessions were intended to help children 
“maintain” positive social relationships with peers. 

Children assigned to the teacher-attention condition 
served as controls for the effects of adult attention, 
peer pairing, and exposure to the experimental 
materials. A pair of children who were assigned to 
the teacher-attention group played for 30 minutes 
with an array of toys. During this time, the children 
were not instructed on how to behave or interact with 
their peers in socially accepted ways. 

The post-tests were conducted within two weeks of 
the end of training. The social knowledge interview 
and social skills observation were conducted by two 
trained graduate students using the enactive social 
knowledge interview (Mize, 1984; revised with 
permission, 1 999) and the social skills behavior 
observation form (Mize, 1984; revised with permis- 
sion, 1999), respectively. The classroom teachers 
were asked to complete the teacher’s social skills 
rating form (Mize, 1 984; revised with permission, 
1999). Each test was identical to the one used in the 
pre-test. 



To compare group differences on social cognition and 
behaviors, the two-way repeated measures ANOVA 
was used. To examine the relationship between 
children’s social cognition and social behavior, 

Pearson correlation coefficients were computed 
comparing children’s social cognition change and 
their overt social behaviors. Since there was no 
significant difference in the preliminaiy' Mest results 
from the pre-test data, only the post-test data were 
used to compute Pearson correlation coefficients. 

Results 

After the intervention was administered, the following 
findings were obtained: 

1 . Children in the training group showed an increase 
in maintaining positive play relationships with 
peers at /? < .01, but no significant group differ- 
ence was found in entering an ongoing play 
group. 

2. Children in the training group showed an almost 
significant increase in using the targeted social 
skills (comments, suggestions, and nonverbal 
social skills) at the marginal level,/? <. 055. 
(Target social behaviors scale score consisted of 
“comments,” “suggestions,” and “nonverbal 
social skills.”) 

3 . Children’s social cognition did not show signifi- 
cant changes after the training. 

Discussion 

The findings of this study indicate several important 
implications for social skills training programs for 
young children. 

Social Goals 

After the intervention, children in the social skills 
training condition did not show significant improve- 
ment in entry to an ongoing play group. Several 
explanations are possible. Primarily, a low incidence 
of children’s entry behaviors was observed. 
Children’s social behaviors were observed for 30 
minutes in each test. Since successful peer-relation- 
ship maintenance behaviors were observed in this 
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period of time, entry behaviors did not occur often 
enough to obtain a significant group difference. 

Also, in the present study, the number of subjects was 
too small to obtain a significant group improvement in 
children’s social behaviors. Data from 26 children (14 
children in the social skills training condition and 1 2 
children in the teacher-attention condition) were used 
for a group comparison. The number of children in 
each group might not be enough to reveal a signifi- 
cant group effect in the children’s social behaviors. 
Another possible reason is that one training session 
teaching children how to initiate peer relationships 
was not enough time to obtain a significant difference 
between the groups of children. 

In addition, entering an ongoing play group is difficult 
(Corsaro, 1981; Putallaz& Gottman, 1981). 

Children’s entry behavior success is affected by the 
features of the social context, such as the size, 
familiarity, and social composition of the group being 
entered, and the personal characteristics of both the 
entering children and their hosts (Borja-Alvarez, 
Zarbatany, & Pepper, 1991 ; Putaliaz & Gottman, 
1981; Putaliaz & Wasserman, 1 989; Zarbatany, 
Brunschot, Meadows, & Pepper, 1996). Without 
considering the relationship between children’s entry 
behaviors and other social factors described above, it 
is difficult to assist children’s entry behaviors to an 
ongoing play group. 

Regarding maintaining positive play relationships, 
findings can be interpreted as the effects of the 
cognitive-social learning model of social skills train- 
ing. First of all, when children in the social skills 
training condition were compared to the children in 
the teacher-attention condition, they showed a 
significant improvement in their ability to maintain 
positive play relationships with peers after the 
intervention. In the social skills training program, four 
training sessions were administered to help children 
maintain positive play relationships with peers using 
comments, suggestions, and nonverbal communication 
skills. Compared to one session designed to help 
children enter an ongoing play group, four sessions of 
training provided more opportunities for them to learn 
how to maintain positive play relationships with peers. 

In each session, children in the social skills training 
condition learned socially appropriate behaviors for 



continuing their play through concept learning, 
practiced their learned social skills in the training 
situation and in the real play situations, and evaluated 
or monitored their social behavior based on the 
trainer’s and peers’ feedback. Participating in these 
learning opportunities, children may develop the 
ability to understand others’ perspectives and to 
behave in socially acceptable ways. Thus, a signifi- 
cant improvement in maintaining positive play 
relationships can be attributed to the intervention 
effects, which include modeling, teacher’s and peers’ 
feedback, and practicing new social skills. 

Social Behaviors 

Children in the intervention condition approached a 
statistically significant improvement in using the 
targeted social behaviors after the training. However, 
in using mature social behaviors, no significant 
difference was obtained between the two groups. 
Related to these findings, the characteristics of social 
behaviors that were assessed in the present study 
should be considered. In the social skills behavior 
observation, the targeted social behaviors scale score 
was composed of three social skills: comments, 
suggestions, and nonverbal social skills. On the other 
hand, the mature social behaviors scale score 
consisted of five social skills: comments, suggestions, 
nonverbal social skills, questions, and support. 

According to the research findings, young children 
showed an improvement in using comments and 
suggestions after participating in the social skills 
training. However, they did not show a significant 
gain on the skills questions and support after the 
intervention. These findings suggest that questions 
and support may not have been operationally defined, 
appropriately taught, or lacked validity as target skills 
in an intervention for preschool children (Mize & 
Ladd, 1990a, 1990b). Therefore, in order to provide 
an effective social skills training program for young 
children, target social skills in an intervention should 
be selected by considering young children’s social 
and cognitive developmental levels. 

Relationship between Social Cognition and 
Behavior Changes 

There were no significant positive correlation coeffi- 
cients between interview responses and children’s 
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observed overt social behaviors in the social skills 
training condition and the teacher-attention condition. 
Several explanations are possible. First, a consistency 
of construct validity between three stories in the 
enactive social knowledge interview and operational 
definitions of social behaviors in the observation of 
social skill behavior should be considered. In the 
enactive social knowledge interview, children’s 
cognitive strategies were measured when they 
observed others’ play and had nothing to do, when 
their peer did not want to play anymore, and when 
they had a conflict situation with a peer. These 
stories were provided for children to measure their 
entry behavior strategies, strategies for maintaining 
positive play relationships, and resolution strategies of 
a conflict situation. In the social skills behavior 
observation form, operational definitions of social 
behaviors, including entry behaviors, maintaining 
positive play relationships, and other positive behav- 
iors, were used to measure children’s overt behav- 
iors. A consistency of construct validity between two 
assessment instruments, the enactive social knowl- 
edge and the social skills behavior observation, should 
be achieved to determine the relationship between 
children’s social cognition and social behaviors. 

Second, failure to translate their social knowledge 
into action may result from children’s lack of practice 
in executing learned social strategies and from their 
ineptness at performing social behaviors (Mize, 1995; 
Mize & Ladd, 1990a). Even though children prac- 
ticed their social skills in the training contexts as well 
as in the play contexts in class, five sessions of 
training might not be enough time to use newly 
learned social skills in play situations. 

Third, children may be unwilling to use appropriate 
behaviors and feel anxiety in trying new behaviors 
(Mize, 1995; Mize & Ladd, 1990a). Children in the 
social skills training condition were provided feed- 
back, encouragement, or support from the trainer as 
a training procedure when they tried certain social 
behaviors and interacted with peers. Based on the 
trainer’s assistance, children can evaluate and 
monitor their behaviors. It is likely that the trainer’s 
presence, support, or feedback made it possible for 
children to have better social strategies, to behave 
socially more appropriately, and to feel emotionally 
secure. After the intervention, however, children had 



to behave according to their own decisions without 
the trainer’s assistance. Changes in social contexts 
might prevent children from using the learned social 
behaviors. 

References 

Asher, S. R., Parker, J. G, & Walker, D. L. ( 1 996). Distin- 
guishing friendship from acceptance: Implications for 
intervention and assessment. In W. M. Bukowski, A. F. 
Newcomb, & W. W. Hartup (Eds.), The company they 
keep: Friendship in childhood and adolescence (pp. 366- 
405). New York: Cambridge University Press. (ERIC 
DocumentNo. ED39571 1) 

Asher, S. R., & Renshaw, P. D. ( 1 98 1 ). Children without 
friends: Social knowledge social-skill training. In S. R. 
Asher & J. M. Gottman (Eds.), The development of 
children ’s friendships (pp. 273-296). New York: Cambridge 
University Press. 

Bierman, K. L., & Furman, W. (1984). The effects of social 
skills training and peer involvement on the social adjust- 
ment of preadolescents. Child Development, 55( 1 ), 151- 
1 62. (ERIC Journal No. EJ29852 1 ) 

Borja-Alvarez, T, Zarbatany, L., & Pepper, S. (1991). 
Contributions of male and female guests and hosts to peer 
group entry. Child Development, 62(5), 1079-1090. (ERIC 
Journal No. EJ43649 1 ) 

Bukowski, W. M., & Hoza, B. ( 1 989). Popularity and 
friendship: Issues in theory, measurement, and outcome. 

In T. J. Berndt & G. W. Ladd (Eds.), Peer relationships in 
child development 15-45). New York: Wiley. (ERIC 

DocumentNo. ED406028) 

Cassidy, J., & Asher, S. R. (1992). Loneliness and peer 
relations in young children. Child Development, 6J(5), 
350-365. (ERIC Journal No. EJ443494) 

Coie, J. D., Dodge, K. A., & Kupersmidt, J. B. ( 1 990). Peer 
group behavior and social status. In S. R. Asher & J. D. 
Coie (Eds.), Peer rejection in childhood (pp. 1 7-59). New 
York: Cambridge University Press. 

Corsaro, W. A. (1981). Friendship in the nursery school: 
Social organization in a peer environment. In S. R. Asher & 
J. M. Gottman (Eds.), The development of children ’s 
friendships (pp. 207-24 1 ). New York: Cambridge University 
Press. (ERIC DocumentNo. EJ496738) 

DeRosier, M. E., Kupersmidt, J. B., & Patterson, C. J. 

(1994). Children’s academic and behavioral adjustment as a 
function of the chronic ity and proximity of peer rejection. 
Child Development, 65(6), 1 799- 1813. (ERIC Journal No. 
B496738) 



ERIC 



300 



Dong Hwa Choi 



Furman, W., & Gavin, L. A. ( 1 989). Peers' influence on 
adjustment and development. In T. J. Berndt & G. W. Ladd 
(Eds.), Peer relationships in child development (pp. 3 19- 
340). New York: Wiley. (ERIC Document No. ED406028) 

Hartup, W. W. ( 1 992). Peer relations in early and middle 
childhood. In V. B. Van Hasselt & M. Hersen (Eds.), 
Handbook of social development: A lifespan perspective 
(pp. 257-28 !). New York: Plenum Press. 

Hughes, J. N., & Cavell, T. A. ( 1 995). Cognitive-affective 
approaches: Enhancing competence in aggressive 
children. In G. Cartledge & J. F. Milbum (Eds.), Teaching 
social skills to children and youth: Innovative ap- 
proaches (3rd ed., pp. 1 99-236). Boston: Allyn and Bacon. 

Kochenderfer, B. J., & Ladd, G. W. (1996). Peer victimiza- 
tion: Manifestations and relations to school adjustment in 
kindergarten. Journal of School Psychology, i^(3), 267- 
283. (ERIC Journal No. EJ537306) 

Ladd, G. W. (1988). Friendship patterns and peer status 
during early and middle childhood. Journal of Develop- 
mental and Behavioral Pediatrics, P(4), 229-238. 

Ladd, G. W., Kochenderfer, B. J., & Coleman, C. C. (1997). 
Classroom peer acceptance, friendship, and victimization: 
Distinct relational systems that contribute uniquely to 
children’s school adjustment? Child Development, 65(6), 
1181-1 197. (ERIC Journal No. EJ55603 7) 

Ladd, G. W., & Mize, J. (1983). A cognitive-social learning 
model of social-skill training. Psychological Review, P6(2), 
127-157. (ERIC Journal No. EJ304945) 

Ladd, G. W., Price, J. M., & Hart, C. H. (1988). Predicting 
preschoolers’ peer status from their playground behaviors 
and peer contacts. Child Development, 5P(4), 986-992. 
(ERIC Journal No. EJ377887) 

Mize, J. ( 1 984). Enhancing children s peer relations: A 
cognitive social-learning procedure for social skill 
training with preschool children. Unpublished doctoral 
dissertation. Purdue University, West Lafayette, IN. 

Mize, J. (1995). Coaching preschool children in social 
skills: A cognitive-social learning curriculum. In G. 

Cartledge & J. F. Milburn (Eds.), Teaching social skills to 
children and youth: Innovative approaches (3rd ed., pp. 
237-261). Boston: Allyn and Bacon. 

Mize, J., & Ladd, G. W. ( 1 990a). Toward the development of 
successful social skills training for preschool children. In 
S. R. Asher & J. D. Coie (Eds.), Peer rejection in child- 
hood {pp, 338-361). New York: Cambridge University Press. 

Mize, J., & Ladd, G. W. (1990b). A cognitive-social learning 
approach to social skill training with low-status preschool 



children. Developmental Psychology, 26(3), 388-397. 

(ERIC Journal No. EJ4 12177) 

Parker, J. G, & Asher, S. R. (1987). Peer relations and later 
personal adjustment: Are low-accepted children at risk? 
Psychological Bulletin, 762(3), 357-389. 

Parkhurst, J. T, & Asher, S. R. ( 1 992). Peer rejection in 
middle school: Subgroup differences in behavior, loneli- 
ness, and interpersonal concerns. Developmental Psy- 
chology, 25(2), 23 1-241. (ERIC Journal No. EJ444924) 

Pettit, G. S., Clawson, M. A., Dodge, K. A., & Bates, J. E. 
(1996). Stability and change in peer-rejected status: The 
role of child behavior, parenting, and family ecology. 
Merrill-P aimer Quarterly, 42{2), 267-294. (ERIC Journal 
No. EJ521950) 

Putallaz, M., & Gottman, J. M. ( 1 98 1 ). An interactional 
model of children’s entry into peer groups. Child Develop- 
ment, 52(3), 986-994. (ERIC Journal No. EJ252662) 

Putallaz, M., & Wasserman, A. ( 1 989). Children’s naturalis- 
tic entry behavior and sociometric status: A developmental 
perspective. Developmental Psychology, 25(2), 297-305. 
(ERIC Journal No. EJ387650) 

Renshaw, P. D., & Asher, S. R. (1983). Children’s goals and 
strategies for social interaction. Merrill-P aimer Quarterly, 
2P(3), 353-374. 

Wentzel, K. R. (1991). Relations between social compe- 
tence and academic achievement in early adolescence. 
Child Development, 62(5), 1 066- 1078. (ERIC Journal No. 
EJ436490) 

Zarbatany, L., Brunschot, M. V., Meadows, K., & Pepper, 

S. (1996). Effects of friendship and gender on peer group 
entry. Child Development, 67(5), 2287-2300. (ERIC Journal 
No. EJ539851) 



7 



I 




U.S. Department of Education 

Office of Educational Research and Improvement (OERI) 
National Library of Education (NLE) 
Educational Resources Information Center (ERIC) 




REPRODUCTION RELEASE 

(Specific Document) 




In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the 
monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy, 
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and if 
reproduction release is granted, one of the following notices is affixed to the document. 



If permission Is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom 
of the page. 



The sample sticker shown below will be 
affixed to all Level 1 documents 



PERMISSION TO REPRODUCE AND 
DISSEMINATE THIS MATERIAL HAS 
BEEN GRANTED BY 




TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC) 



Level 1 




The sample sticker shown below will be 
affixed to all Level 2A documents 


The sample sticker shown below will be 
affixed to all Level 2B documents 


PERMISSION TO REPRODUCE AND 
DISSEMINATE THIS MATERIAL IN 
MICROFICHE. AND IN ELECTRONIC MEDIA 
FOR ERIC COLLECTION SUBSCRIBERS ONLY. 
HAS BEEN GRANTED BY 




PERMISSION TO REPRODUCE AND 
DISSEMINATE THIS MATERIAL IN 
MICROFICHE ONLY HAS BEEN GRANTED BY 








TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC) 






TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC) 


2A 




2B 


Level 2 A 


Level 2B 



t- t 



□ □ 



Check here for Level 1 release, permitting 
'feproduction and dissemination in microfiche or other 
ERIC archival media (e.g., electronic) and paper 
^ copy. 



Check here for Level 2A release, permitting 
reproduction and dissemination in microfiche and in 
electronic media for ERIC archival collection 
subscribers only 



Check here for Level 2B release, permitting 
reproduction and dissemination in microfiche only 




feRlC 



ign 

ere,-^ 



fse 



Documents will be processed as indicated provided reproduction quality permits, 
if permission to reproduce is granted, but no box is checked, documents v^ll be processed at Level 1 . 



I hemby grant to the Educational Resources information Center (ERIC) nonexclusive permission to reproduce and disseminate this document 
as indicated above. Reproduction from the ERIC microfiche or electronic media by persons other than ERIC employees and its system 
contractors requires permission from the copyright holder. Exception is made for non-profit reproduction by libraries and other service agencies 
to satisfy infonnation needs of educators in response to discrete inquiries. 



Signature; 



Organization/Address: 





Jrki-lan U ^ «' 

^ 'BaHy ChiUhood 






Printed Name/Position/Title: 



*Mail Address: ^ i ^ Date i ^ 



(al iAA /T /V ^ . 




III. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE): 

If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the avaiiahiiifv, r,f h 

provide the following information regarding the availability of the document (ER^r ^ii document from another source, please 

available, and a dependable source can be specified. Contributor ^ document unless it is publicly 

stringent for documents that cannot be made available through EDRS ) ®*^®*^^*^®slection criteria are significantly more 




»V other than the addressee, please provide the appropriate name and 




Send this form to the following ERIC Clearinghouse 



Ellen Swengel 
ERIC/EECE 

Children's Research Center-Room 53 
51 Gerty. Drive 
Champaign, IL 61820-7469 



srSd) tf to 



ERIC, return this form (and the document being 



EFF-088 (Rev. 9/97) 



ERIC Processing and Reference Facility 
4483-A Forbes Boulevard 
Lanham, Maryland 20706 

Telephone; 301-552-4200 
Toll Free: 800-799-3742 

FAX: 301-552-4700 

e-mail: info@ericfac.piccard.csc.com 

WWW: http://ericfaciiity.org 



O 

ERIC 



; Lilian Katz Symposium 



Champaign, Illinois ^ November 5-7, 2000 



Publication Permission Form 



I/We accept an invitation from the ERIC Clearinghouse on Elementary and Early Childhood Education to publish the 
following paper in the Lilian Katz Symposium proceedings (in both print and electronic formats): 



Paper Title: 




modioli. 

l^arrung- ' of- 



Your Name; 


tJ/inT 




'■* ^ ^ — — - 


Organization' 


* * jlj M w ■ 

XiA A *A n S infe. 






I A V 1 V/ I i • 

AHHrftQQ* 


— 1 VJ tr- » * ^ A, h/ w — w- 

lane^ 


^ (j 




‘ H/ ^ ^ 





City: 



state: XM Zip: 

E-mail: doH^h iA)0iy(^.ho\ @ hotmaTl 



Phone:_ ij-n^ ' 3-loX 



On behalf of all authors, I state that all necessary permissions related to the above paper Were obtained, and that I 
indemnify the ERIC Clearinghouse on Elementary and Early Childhood Education (ERIC/EECE) against all claims, suits, 
or oth^amages that ERIC/EECE may sustain by reason of any violation on my part of any copyright or privacy right. 





u 






tk[)^ 



Signature 



Position ' 



Printed/Typed Name 
Date U 



Sipoo 



Return this form to 

Ellen Swengel 
Symposium Coordinator 

ERIC Clearinghouse on Elementary and Early Childhood Education 

University of Illinois at Urbana-Champaign 

Children’s Research Center 

5 1 Gerty Drive 

Champaign, IL 61820-7469 

Telephone: 217-333-4123 

Fax: 217-333-3767 

E-mail: eswengel@uiuc.edu 



O 

ERIC 



